Elements of Teacher Education Programs
Teacher education programs are structured on similar elements. Once a student is selected for enrolment, a teacher candidate faces a program that includes: (a) a framework and philosophy; (b) formal and informal curriculum; (c) field experiences; (d) the use of instructional strategies; (e) organizational features; (f) and program decision-making structures. The various choices institutions make about the specifics of delivery, content, and decisions within each of these categories significantly impacts the quality of an institution's teacher education program.
Framework and philosophy.
A teacher education program's framework and philosophy generally includes clear statements about the program's view of teaching, learning, schooling, and teachers' roles. Programs differ in how clearly each is defined, how widely the community shares these beliefs, and the degree of commitment the program deems necessary to uphold these frameworks and model the philosophy it endorses.
Formal and informal curriculum. Teacher education program curricula are taught both formally and informally. This curriculum includes an institution's choice of subject matter, where curricular components are placed within the program, the program's rigor, and the philosophy of pedagogy modeled. Similar to any organization, culture is crucial; and, a program's culture can perhaps be studied best in the informalthe way people treat each other or the match between philosophy and action. These are the lessons teacher candidates will carry to their work as teachers -whether they are conscious of these or not. They simply become the uncontested and non-discussed way things are done. Research provides a foundation for understanding key elements of successful teacher education programs. Darling-Hammond (2006) found that successful programs share seven common characteristics: (1) common and clear visions of good teaching; (2) defined standards of professional practice; (3) strong core curricula that do not separate theory and practice; (4) extended practica in schools that share the program's values; (5) a focus on reflection and development; (6) methods that help teacher candidates overcome their misconceptions about teaching; and, (7) strong relationships between schools and university faculty.
Darling-Hammond (2006) also found six required pedagogical cornerstones for successful teacher education programs: (1) strong coherence and integration between courses and coursework; (2) assignments that build on theory and supplement each other; (3) faculty communication and sharing; (4) course interaction and integration; (5) adequate time in schools; and, (6) schools that share the program's values and model its practices.
In a paper titled "Building a Teacher Education 'To Do List,'" Beauchamp, Parsons, and Harding (2013) reviewed current practices in pre-service teacher education to suggest possible improvements that might help mediate pressures young teachers face. Their paper synthesized their own recent research about in-service teacher professional learning as a way to inform teacher education programs and to suggest possible changes and improvements to these programs. They generated a "To Do List" of six activities they believed would improve pre-service education programs to help build more efficacious teachers, help stem the exodus from teaching, and help teacher education programs begin to educate teachers for the wellness of long and healthy careers. Their "To Do List" included the following suggestions:
1. During coursework, instruct and engage teacher candidates in action research processes, ethics, and methods.
2. Engage young teachers in collaborative work to successful school pedagogy.
3. Build classroom cultures that support community, agency, and service.
(Community centered on working together. Agency simply meant the belief that one could make a difference. Service centered upon doing "good things" for others.) 4. Work transparently on real classroom issues.
5. Celebrate diversity, working to increase individual skills and interests. exchanged ideas, and (e) discussed student assessment to make decisions about instruction. However, the SRI noted that much of what is believed to be the goals of teacher education cannot be supported empirically and concluded that research on teacher education programs is difficult because quality ranges within any model. Finally, they conclude that the search for the most effective program model will fail because program is the wrong level of analysis. Instead, a more correct focus would be on program characteristics, which are shaped to meet particular goals, particular populations, and particular contexts.
The Nelson Campus of the University of Canterbury
This section of the paper will discuss the history, background, and overview of the enhanced face-to-face delivery, rather than study by distance.
At the present, the campus is staffed by a full-time Primary Coordinator, two part-time lecturers, and an office administrator. As well, local teachers are employed to lecture part-time for some courses; some courses are delivered in blocks by lecturers from Christchurch; and some courses are delivered completely on-line.
Characteristics of the Nelson Campus
No program Additionally, the organization and physical set-up supports the campus culture.
On-campus classes provide face-to-face interactions, which build community and relationships. Teacher candidates do much of their learning in groups. In the first few weeks, teacher candidates are expected to participate in small groups rather than offer ideas to the whole class, a less threatening introduction. Teacher candidates are encouraged to change groups often; and, as teacher candidates gain confidence and trust each other, the main seating arrangement becomes a circle or a U. The physical space encourages professional discussion and debate, and discussion between allrather than through the lecturer -increases throughout the three years of the program.
A structured and thoughtful induction lays the foundation for commitment to the campus culture. This commitment contributes to student retention and successful tertiary study. In the first semester of the program, the Coordinator sets up extra study sessions for the on-line courses. Because many Nelson teacher candidates are older and have not studied for some years, these teacher candidates benefit from extra encouragement.
Teacher candidates also set up their own sessions where they work together to discuss readings and work on tasks. Student study groups are particularly important in the first semester of the program when teacher candidates are learning foundational skills.
In the first few weeks of the program, whānau (extended family) groups are established. Five or six teacher candidates from different cohort groups on the campus are formed into whānau groups based on similar demographic characteristics. For example, there might be two or three groups of mothers with children. The whānau groups informally discuss campus life, study issues, or other topics of importance. The
Coordinator sets aside time in the timetable two or three times a semester for these groups to meet. learning needs as well as teach prescribed content. This ability and flexibility to "teach to needs" is at the heart of good practice. This modeling creates a situation where teacher education candidates also learn to identify children's needs and teach to these in their own future classrooms. The Nelson campus' program believes it is of utmost importance that these future teachers experience the practice of responding to learner needs -including see how this practice is modeled and to understand its importance.
Until now, Nelson lecturers have had autonomy to shape courses -within the parameters of the approved course prescriptions -to meet student needs. An example of this was the optional Inquiry course that all the graduating Year 3 Nelson teacher candidates elected to take in 2012. This course demonstrated the professional growth of teacher candidates from their first year, in which they needed scaffolding by lecturers, to the final year where the teacher candidates were largely responsible for their own learning supported by lecturers in a facilitating role. As part of the process, teacher candidates had to contribute to others' learning in small groups. They chose their topic, the inquiry process they would follow, which 'experts' to consult, and how to present their findings. Feedback from teacher candidates was overwhelmingly positive about the quality of the learning and their sense of efficacy. The quality of the inquiries and the professional discussion throughout were high.
Creating and maintaining a collaborative, positive learning community, based on an experience of face-to-face interaction, allows teacher candidates to be supported, encouraged, and to learn effectively. The Nelson campus' program recognizes that teacher candidates bring strengths, agendas, and needs to their learning. Building this community of practice among teacher candidates is a strength of the Nelson program.
Opportunities to learn about oneself, others, pedagogies, and knowledge is stronger than if teacher candidates were studying in isolation. Relationships are at the core of primary teaching and are at the core of the way the Nelson campus works. Literature also suggests that case study methods, teacher and student research, performance assessments, and portfolio evaluation are all helpful because they apply learning to real problems of practice (Darling-Hammond, 2006) . The Nelson campus'
program is strong in these areas: standards are high. Finally, the literature tells us that teacher education programs also work best when they are grounded in child and adolescent development, inquiry, social contexts, and subject matter pedagogy that are taught in the context of practice. The depth of modeling of these good pedagogies is central to the Nelson campus' program and teacher candidates benefit from these pedagogical practices.
Darling-Hammond (2006) What makes a teacher education programs effective? Darling-Hammond (2006) wraps it up by suggesting that good teacher education programs must be powerful enough to help teacher candidates understand that teaching differs from what they remember from their days being a student in school. It must help teacher candidates both think and act like a teacher. It must prepare teacher candidates for complex classrooms, to adapt to their professional requirements, and to handle the many needs they will meet as they engage their vocation as teachers. In our estimation, the Nelson campus' teacher education program meets these needs. We salute its outstanding work educating teacher candidates for a complex vocation.
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